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The relationship between components of emotional intelligence (EI) (interpersonal
ability, intrapersonal ability, adaptability and stress management) and academic
performance in English, maths and science was examined in a sample of 86 children
(49 males and 37 females) aged 11–12 years during the primary–secondary school
transition period. Results indicated that for both males and females, intrapersonal
ability had little relationship with academic achievement, while adaptability had the
strongest relationship with achievement in all subjects. Gender differences were partic-
ularly pronounced for science, for which stronger relationships were observed with all
EI components for males. In addition, apparent only for males was a negative
relationship between stress management and science. These findings offer support for
the current inclusion of a personal and emotional element in the primary school curric-
ulum, and indicate that such training is likely to help males more than females to make
a successful transition from primary to secondary school.
Keywords: academic achievement; emotional intelligence; school transition
Introduction
Emotional development forms a component of the primary school curriculum in the UK
(QCA 2000; CCEA 2007). Anticipated outcomes include higher academic standards and
provision of skills needed by children to cope with major life events (CCEA 2007).
Arguably, for many children the transition from primary to secondary school will be one
of the first occasions when these emotional and social skills are of particular importance.
Children starting secondary school need to be able to adapt so that they can cope with
many changes; for example, greater school size, different teaching styles, a heavier work-
load and greater emphasis on competition and relative ability (Anderson et al. 2000). In
fact, the ability to adapt is considered by secondary school teachers to play an important
role in enabling a child to settle into his or her new school (Zeedyk et al. 2003). Further-
more, this is a stressful time for many children, with many reporting concerns about being
bullied or getting lost (Wells 1996). Good interpersonal skills are thus important due to
more diversity in their peer group at secondary school in terms of social, economic and
cultural background (Pratt and George 2005). In addition, research indicates that friend-
ship acts as an important support mechanism during this transitional year (Kurita and
Janzen 1996). Many children experience a fall in grades when they enter secondary
*Corresponding author. Email: ja.jordan@qub.ac.uk
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school, suggesting that not all children have the skills required to adapt successfully (Lord
et al. 1994). Indeed, in a self-report study by Zeedyk and others (2003), both secondary
pupils and teachers cited social skills much more frequently than previous academic abil-
ity as being an important contributor to a successful primary–secondary school transition.
Following the finding that academic achievement at high school was a poor predictor
of academic achievement at university (Mayer and Salovey 1997; Randsell 2001),
researchers seeking to predict what factors enable students to make a successful second-
ary school to university transition have recently turned their attention to emotional
intelligence (EI) (Newsome et al. 2000; Barchard 2003; O’Connor and Little 2003;
Parker et al. 2004a, 2006). Due to concerns about the validity of ability EI, conceptual-
ised as a cognitive ability, the majority of these studies have focused on trait EI, which is
a personality trait measured through self-report (e.g., Parker et al. 2004a). Although a
number of trait EI measures have been used, such as the TEIQue (Petrides and Furnham
2003), most of these studies have adopted Bar-On’s model of EI (1997; Bar-On and
Parker 2000), which comprises four related abilities: intrapersonal abilities (understand-
ing of and ability to express your emotions); interpersonal abilities (appreciation of other
people’s feelings, listening ability); stress management (calmness and ability to work
well under pressure); and adaptability (ability to manage change). To date these studies
have produced mixed evidence, with some finding little or no relationship (Newsome et
al. 2000; Barchard 2003; O’Connor and Little 2003) and others finding an association
between EI and academic achievement (Austin et al. 2005; Parker et al. 2004a). Parker
and colleagues (2006) suggest that inconsistent findings in the EI and academic ability
literature may be due to some studies adopting very wide inclusion criteria (e.g., News-
ome et al. 2000); for example, including both young adults and mature students. Parker and
colleagues (2004a) found, in a relatively homogenous sample, differential relationships
between academic achievement and components of EI: intrapersonal, stress management
and adaptability, but not interpersonal ability, related significantly to academic achieve-
ment, and similar patterns were evident for males and females during their first year of
university.
Interestingly, at an earlier stage of development, age 14–18 years, Parker and col-
leagues (2004b) found that successful students scored significantly higher than unsuccess-
ful students on all components of EI with the exception of intrapersonal ability. They point
out (Parker et al. 2004b) that it is perhaps not surprising that interpersonal ability plays a
greater role during adolescence than adulthood, because at no other time in their lives do
individuals spend more time with their peer group (Hartup and Stevens 1997). On the
other hand, Bar-On and Parker (2000) argue that intrapersonal skills are more important
during adulthood because they tend to increase with age and the balance of emotional
expression representation shifts from external to internal (Bretherton et al. 1986). Parker
and colleagues’ (2004b) study of secondary school children considered the relationship
between EI and overall academic achievement. However, secondary school pupils are
required to study many different academic subjects (e.g., QCA 2007a, 2007b). Taking this
into consideration, Petrides, Frederickson and Furnham (2004) considered academic sub-
jects separately, and found that, in 16 year olds, EI – as measured by the TEIQue (Petrides
and Furnham 2003) – is related differentially to academic achievement; specifically, EI
had a stronger relationship with English than with maths or science, which was attributed
to the former placing greater requirements on the ability to understand the emotions of
others. Unfortunately, Petrides, Frederickson and Furnham (2004) did not consider com-
ponents of EI separately, therefore it is not yet known if these components themselves
relate differentially to achievement in English, maths and science.
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The present study will address this issue by exploring the relationship between several
components of EI; namely, interpersonal, intrapersonal, stress management and adaptability
with differential academic achievement in English, maths and science separately for
11-year-old males and females. A further key aim is to explore if personal and social
curriculum elements have the potential to help 11 year olds make a successful academic
transition from primary to secondary school. In doing so, this study aims to address the
current deficit in research examining the link between academic achievement and EI
during this critical period.
CCEA (2007) suggest that the emotional component of the primary school curriculum
may have many benefits such as higher academic standards. Considerably more research,
however, is needed to support the suggested benefits of incorporating EI into the curricu-
lum (Mayer and Cobb 2000). Although research has not yet focused on the relationship
between academic performance and EI during the primary–secondary transitional period,
given that interpersonal skills, stress management and adaptability have been highlighted
as important at this stage (Anderson et al. 2000; Pratt and George 2005; Wells 1996), EI is
likely to predict academic achievement. It is predicted that interpersonal ability will be
more important than intrapersonal ability for 11–12 year olds, based on findings from a
similar, albeit slightly later period of development (Parker et al. 2004b). Following this
logic, gender differences similar to those reported by Parker and colleagues (2004b) are
expected; specifically, males will have significantly higher adaptability levels than
females, whereas females will have higher intrapersonal and interpersonal ability levels
than males. It is difficult to predict if the transition from primary to secondary school, as
reflected by academic standards, will be more difficult for boys or girls because at present
the evidence is mixed: Mizzelle and Mullins (1997) found that making new friends was
more important for girls than boys; Orosan et al. (1992) reported higher anxiety levels in
boys than in girls; Pratt and George (2005) reported similar levels of anxiety in males and
females. Of course, if we take into account that, compared with girls, at age 11 years boys
are more likely to engage in deviant behaviours which can have detrimental effects on
academic achievement (McCrystal et al. 2003), and that EI is negatively related to deviant
behaviours (Petrides et al. 2004), we may expect the EI–academic achievement link to be
greater for boys. The present study will help to inform this debate. It is expected that the
strongest correlations between EI and academic achievement will be observed for the gen-
der that finds the transition more difficult and therefore places greater reliance on their
social and emotional coping skills.
Method
Participants
In Northern Ireland, children move from primary school to secondary/grammar school
aged approximately 11 years. The sample comprised 86 (49 males and 37 females) first-
year, secondary-level students aged 11–12 years from a grammar school in Northern Ire-
land. The mean age in months was 144.94 (SD = 3.41) for males and 144.41 (SD = 3.62)
for females.
Measures
The long form of the Bar-On Emotional Quotient Inventory Youth Version (EQ-i:YV;
Bar-On and Parker 2000) was used to measure EI. The EQ-i:YV is a 60-item, self-report
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instrument scored on a four-point Likert scale designed to measure interpersonal EI,
intrapersonal EI, stress management and adaptability, and total EI (an aggregate of the
previous four subscales). A high score on any of these scales is considered to be associated
with well developed emotional and social capacity (Bar-On and Parker 2000). In addition,
there are scales to measure mood, positive impression and inconsistency. The positive
impression and inconsistency scales help to identify individuals that may be trying to por-
tray themselves in a positive light and those who have misunderstood or have responded
randomly to the questions (Bar-On and Parker 2000). Mood has a strong positive relation-
ship with the EI scales (Bar-On and Parker 2000); therefore, by controlling for this varia-
ble we may gain a better indication of an individual’s true EI score. The EQ-i:YV has
satisfactory internal reliabilities (.72 – .90) for 10–12 year olds, and generally very good
three-week test–retest reliability for each scale (.77 – .89). Intercorrelations among the
Bar-On EQ-i:YV scales are in the low to moderate range, and all scales have moderate to
high correlations with their corresponding scale of the EQ-i adult version (Bar-On 1997).
Procedure
Permission was granted from school, parent and child to obtain the exam results of partic-
ipating students in English, maths and science. Biology, chemistry and physics were aver-
aged to obtain an overall science score. English, maths and science were averaged to
obtain an overall academic performance score. Participants completed the EQ-i:YV
during a 20-minute session in three separate groups (approximately 30 students per group)
in a classroom within their school in February 2008.
Results
Descriptive statistics and gender differences
Displayed in Table 1 are the means and standard deviations on the EQ-i:YV scales and
each academic subject for males and females. One participant was excluded on the basis
that they had a high inconsistency score of >10. A two-way mixed analysis of variance
revealed no significant main effect of gender on total EI. There was, however, a signific-
ant interaction between gender and EI subscale (F(3,252) = 12.00, p > .01, hp2 = .13).
Independent-samples t-tests revealed that males scored significantly higher than females
on adaptability (t(84) = 3.55, p < .01). In contrast, females scored significantly higher than
Table 1. Means and standard deviations on the EQ-i:YV scales and academic subjects by gender.
Males Females Total sample
Mean SD Mean SD Mean SD
Interpersonal 38.06 4.28 41.68 3.91 39.62 4.48
Intrapersonal 13.84 4.07 16.41 4.57 14.94 4.45
Stress management 33.63 5.95 33.76 6.06 33.69 5.97
Adaptability 30.63 4.77 27.19 3.99 29.15 4.75
Total EI 116.16 12.35 119.03 13.11 117.40 12.69
English 70.47 6.79 72.73 5.27 71.44 6.25
Science 82.22 8.68 82.14 6.59 82.19 7.81
Maths 88.08 6.55 89.22 6.83 88.57 6.66
Overall academic achievement 80.26 6.05 81.36 4.72 80.73 5.51
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males on both interpersonal (t(84) = 4.02, p < .01) and intrapersonal EI (t(84) = 2.75, p <
.01). No significant gender difference was apparent for stress management.
Correlations
Boxplots and scatterplots indicated no major violations of normality in the data. On those
occasions where minor violations were apparent, non-parametric correlations were used.
Intercorrelations between the EQ-i:YV subscales are displayed in Table 2. Table 3 dis-
plays correlations for EQ-i:YV subscales (interpersonal, intrapersonal, stress management
and adaptability) and total EI, with overall academic achievement, English, maths and
Table 2. Correlations between EQ-i:YV subscales.
1 2 3 4
Interpersonal ability –
Intrapersonal ability .339** –
Stress management .213* .282** –
Adaptability .370** .087 .143 –
Note: 1 = interpersonal ability; 2 = intrapersonal ability; 3 = stress management; 4
= adaptability; * p < .05, ** p < .01.
Table 3. Correlations between EQ-i:YV subscales and academic achievement measures by gender.
Whole
sample Males
Males 
(mood 
controlled for) Females
Females
(mood 
controlled for)
Overallacademic achievement
Interpersonal .174 .207 .334* .046 .207
Intrapersonal −.069 −.077 −.034 −.211 −.028
Stress management −.202** −.317* −.362** −.017 −.012
Adaptability .298** .474** .493** .251 .418**
Total EI .054 .059 .155 −.014 .205
English
Interpersonal .114 .073 .173 −.069 .054
Intrapersonal −.046 −.052 −.011 −.185 −.078
Stress management −.169 −.295* −.285* .011 .192
Adaptability .171 .251* .266* .228 .449**
Total EI .020 −.014 .046 −.021 .246
Maths
Interpersonal .117 .022 .101 .197 .201
Intrapersonal −.020 −.024 .001 −.063 −.007
Stress management −.109 −.170 −.185 −.056 −.158
Adaptability .287** .409** .423** .342* .332*
Total EI .076 .061 .146 .105 .114
Science
Interpersonal .192* .295* .487** .086 .190
Intrapersonal −.098 −.108 −.062 −.065 .009
Stress management −.206* −.313* −.394** −.068 −.011
Adaptability .272** .485** .503** .104 .193
Total EI .025 .067 .177 −.011 .125
Note: *p < .05, **p < .01.
D
ow
nl
oa
de
d 
by
 [T
he
 L
ibr
ary
 at
 Q
ue
en
s] 
at 
01
:11
 10
 O
cto
be
r 2
01
2 
42 J.-A. Jordan et al.
science. The correlations between total EI scores and the performance measures for the
whole sample (overall academic achievement, English, science and maths) were non-
significant. These remained non-significant when the sample was split for gender, and
when mood was controlled for. In the whole sample, overall academic achievement had a
significant positive relationship with adaptability, and a significant negative relationship
with stress management. No significant relationship was found between intrapersonal or
interpersonal ability and overall academic achievement. When academic subjects were
considered separately for the whole sample, no significant relationships were apparent
between EI subscales and English. For maths, the positive relationship with adaptability
was the only significant relationship observed. On the other hand, for science, significant
positive correlations were observed with interpersonal ability and adaptability, and a
significant negative correlation was found with stress management. As was the case with
academic achievement and the other academic subjects, intrapersonal ability did not relate
significantly to science.
The EQ-i:YV scales relate differentially to overall academic achievement in males and
females. For males, overall academic achievement related positively to adaptability, and
when mood was controlled for a significant relationship was also found for females. How-
ever, for overall academic achievement, a significant negative relationship with stress and,
after controlling for mood, a significant positive relationship with interpersonal ability
was evident only for males. Intrapersonal ability had no relationship with overall aca-
demic achievement for males or females, even after controlling for mood.
Across all academic subjects for both males and females, there were no associations
with intrapersonal ability. Otherwise, there were a greater number of significant, and for
the most part stronger correlations between EQ-i:YV scales and academic subject for
males than for females. Nevertheless, the pattern of gender differences did vary across
academic subject. These differences were most pronounced for science, for which signi-
ficant correlations with interpersonal EI, stress management and adaptability were
observed for males but not for females. For English, both a negative relationship with
stress management and a positive relationship with adaptability were observed for males;
the significant correlation between English and adaptability only becoming apparent for
females when mood was controlled for. Although a significant relationship between
adaptability and maths was evident for both males and females, the relationship was
stronger for males.
Discussion
The present results demonstrate that it is important to consider both EI subscale (e.g.,
Parker et al. 2004b) and academic subject (Pertrides et al. 2004) separately when explor-
ing the relationship between academic achievement and EI. In fact, the lack of significant
correlation between academic achievement and total EI score in the present study can be
explained by the mixture of positive, negative and negligible relationships observed
between academic achievement and the EI subscales. Consistent with research focusing
on a similar developmental period (Parker et al. 2004b), for the whole sample intraper-
sonal ability did not relate significantly to overall academic achievement. In addition,
adaptability was positively related to academic achievement. However, unlike Parker and
colleagues’ (2004b) findings, the correlation between stress management and academic
achievement was negative. Further analysis considering each academic subject separately
indicated that this pattern was evident for science but not maths or English. In contrast to
Petrides, Frederickson and Furnham’s (2004) study, English had less consistent relationships
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with EI. It is particularly surprising that interpersonal and intrapersonal ability did not
relate significantly to English, given that this subject requires the ability to understand the
emotions of characters in books and to express their own feelings (QCA 2007). However,
a possible explanation is that at age 11 years, in addition to tasks involving interpersonal
and intrapersonal skills, the English curriculum also involves many elements which do not
appear to rely heavily on these skills; for example, spelling, punctuation and grammar
(QCA 2007).
Unlike the gender patterns highlighted in earlier transitional research with older partic-
ipants (Parker et al. 2004a), the present study revealed marked gender differences; there-
fore the remainder of this discussion will focus on males and females separately. One
surprising finding, unique to this stage of development and only apparent in boys, is the
negative relationship observed for both English and science with stress management. Indi-
viduals with high scores on the stress-management scale consider themselves to be able to
work well under pressure (Bar-On and Parker 2000). In contrast to the present research,
previous EI studies focusing on later developmental periods have reported a positive rela-
tionship between overall academic achievement and stress management (Parker et al.
2004a).
To some extent the lack of positive association between stress management and aca-
demic performance for females and males may be explained by the cognitive buffering
hypothesis (Perkins and Corr 2006). Relatively high ability samples, such as those of the
present study tend to have sufficient working memory resources to absorb the load of anx-
iety, while still having sufficient resources left over to perform a task successfully. On the
other hand, in low ability samples where anxiety exceeds cognitive resources, a positive
association between stress management and academic achievement is more likely. The
negative associations found in the present study for males may be explained by the fact
that a similar relationship to that found in the present study is often observed between anx-
iety and achievement, particularly in males (Soliman 1979), with lower anxiety levels
associated with lower academic achievement. Given that an association between low anx-
iety and low achievement is more common in more cognitively able samples (Perkins and
Corr 2005), it is unlikely that a negative relationship between stress management and aca-
demic achievement would be found in a lower ability sample. Gender differences were
particularly pronounced for science; significant correlations were observed with interper-
sonal ability, stress management and adaptability for males, but no significant correlations
for females. For maths, after controlling for mood the correlation with adaptability was
also stronger, although non-significantly, for males than for females. Individuals who
score high on the adaptability scale consider themselves to be flexible and good at prob-
lem-solving (Bar-On and Parker 2000). Research (e.g., Geary et al. 2000) has revealed
that males have an advantage over females in problem-solving tasks, so perhaps the
stronger relationship observed in the male sample for adaptability with maths and science
is a reflection of the problem-solving components involved in these subjects and males’
tendency to rely on their comparably better problem-solving skills to do well in these sub-
jects. For females, the relationship of adaptability with English became significant after
controlling for mood. As Bar-On and Parker (2000) point out, mood has a strong positive
relationship with EI score. Therefore controlling for mood is likely to give a better indica-
tion of true EI score. Considering that the present results indicate that mood can act in a
suppressive way, future studies should consider controlling for this variable.
The relative importance of EI skills in making the primary–secondary school transi-
tion and the secondary–university transition appear to differ. In contrast to transitional
research in the latter period (Parker et al. 2004a), the present study found interpersonal
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skills to have a stronger relationship with academic achievement than intrapersonal abil-
ity. This pattern is comparable to that reported by Parker et al. (2004b) in 14–18 year olds
and most likely reflects the relative importance of the peer group for secondary school
children (Hartup and Stevens 1997). For males and females, across all subjects adaptabil-
ity consistently demonstrated the strongest relationship with academic achievement.
Perhaps this is not surprising given that secondary school teachers consider this to be
important (Zeedyk et al. 2003) and children have to adapt to a very new environment and
workload (Anderson et al. 2000). Additionally, although interpersonal skills are required
to make friends, given that the student body will be much more diverse (Pratt and George
2005), some degree of adaptability will also be important.
The present results indicate that those who are equipped with good social and emo-
tional coping skills, with the exception of stress management, do appear to find the transi-
tion from primary to secondary school easier, as reflected by their higher academic
standards. Therefore, if these skills can in fact be taught, the EI component of the primary
school curriculum has the potential to help students make a successful primary–secondary
school transition. The higher correlations observed for males indicate that the transition
from primary to secondary school may present a greater challenge to males, as for males
good coping skills appear to be more important than they are for girls.
For practising teachers, the results of the present study suggest that, to some extent,
they can prepare their students for the primary–secondary school transition by engaging
them in activities that are designed to develop aspects of their EI, such as interpersonal
skills and adaptability. Currently, there are a number of practices which have a clear focus
on interpersonal ability, and these aim to equip students with the skills they need to deal
with negative peer influences (e.g., bullying) and to develop relationships with their peers.
Firstly, social and emotional aspects of learning (SEAL) aims to develop skills such as
working in a group, resolving conflict and understanding another’s point of view (DCSF
2005). Secondly, personal, social and health education (PSHE) teaches children about
group work and dealing with bullies (DfES 2004). Finally, emotional health and wellbeing
(EHWB) focuses on building good relationships with others (DCSF 2007). Adaptability
appears to be the aspect of EI that current practice focuses on the least. Problem-solving is
covered by EHWB, but there is little coverage of other aspects of adaptability such as
flexibility and reality testing. Considering that the present study found that, of all the EI
components, adaptability had the strongest association with a successful primary–secondary
school transition, perhaps current practice should place more emphasis on this skill.
Indeed, evidence from Evangelou et al. (2008) suggests that parents and teachers can help
children to adapt by telling them about how secondary school is different and providing
tips on how to cope with these changes. Taking into consideration the relationship of each
academic subject with adaptability, it appears to be especially important to tell students
about how maths and science in secondary school are different. As Galton, Braund and
Diack (2009) point out, compared with primary school, science in secondary school is
often taught by very different methods that involve fewer opportunities for discussion and
more emphasis on the learning of facts. Similarly, from about age 10 years onwards, chil-
dren’s attitudes towards mathematics become more negative, and this change also appears
to be largely due to changes in teaching methods; specifically, fewer games and greater
use of workbooks (Palandri and Sparrow 2009). Perhaps better preparation for these dif-
ferent teaching practices may help to prevent the drop in interest that occurs at the start of
secondary school in maths and, to a greater extent, in science. (Galton et al. 2009; Palandri
and Sparrow 2009). In contrast to other aspects of EI, it may be wise to exert some caution
when teaching stress management because, as the present study suggests, a little bit of
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anxiety may actually be beneficial for males with average to above average achievement.
The different patterns observed for males and females in this sample are consistent with
research on gender salience, which suggests that males and females cope with school
transition in different ways (Jackson and Warin 2000). Specifically, during transitions
children try to prevent cognitive overload by holding onto what is familiar to them, such
as their gender stereotype. For example, compared with girls, upon entering secondary
school boys display increased levels of threatening behaviour towards each other, and
often compete with other boys to establish themselves in the male hierarchy. This may
explain why the present study found males to have greater reliance on interpersonal ability
and adaptability when entering school, and suggests that males in particular may need
some gender-specific advice from their primary school teachers about how to deal with
greater levels of conflict in secondary school.
Since Mayer and Cobb’s (2000) article which highlighted the need for a strong research
body to inform educational policy, most research has focused on the later secondary–
university transition. Given that the primary school curriculum involves emotional com-
ponents (QCA 2000; CCEA 2007), there is also a need for academic achievement–EI
studies much earlier on. The present study begins to address the deficit in early academic
achievement–EI studies; however, this study focused on a relatively high-ability group,
yet evidence suggests that EI is a more valuable support mechanism for low-ability groups
(Petrides et al. 2004). It is likely that future studies will find a comparably greater relation-
ship between the EI subscales and academic achievement in a low-ability group of children
making the transition from primary to secondary school than in a high-ability group. The
findings of this preliminary study have contributed to our understanding of the role of EI
during the primary–secondary school transition. However, in order to gain a better under-
standing of the role of EI during this developmental period, future studies should employ a
longitudinal design. If, compared with previous primary school achievement, EI in primary
school is a better predictor of secondary school academic achievement, this will provide
more conclusive evidence regarding the utility of the personal and emotional curriculum.
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